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Abstract 
The earlier school success appears, the stronger its influence on the self-image, but also on the further performances in school 
learning. Researches confirm the fact that the positive or negative attitude towards performance appears from the very early 
stages of school life. 
The present work aims, on one side at achieving a clear delimitation of the concepts of school success – school achievement – 
school performance, and on the other side at analyzing the main psycho-social predictors that facilitate school achievement in 
early school years. 
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1. Introduction 
The issue of success – as a multidimensional phenomenon – has entered the researchers’ interest and has been  
investigated from the sociological perception, through its public character (promoted values, social recognition 
and promotion), but also from a psychological perspective, by the psychological mechanisms involved 
(motivational, affective, skill related, but also behavioural ones). In specialised literature, the approach on the 
matter as a complex psycho-socal phenomenon is largely represented and controversial. M. Ralea and T. Hariton 
, in their monography „The Sociology of Success” in Luca, [1, 113] present three assertions on success, from a 
sociological perspective: achievement as a favorable result of an action, triumph, as a victory over an adversary in 
a fight or competition and reward as a public recognition of a merit, of a personal value. From a psychological 
perspective, Sillamy [2], in „Dictionary of Psychology”, defines success as a lively experience that stimulates, 
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regenerates, energizes, leads to self- overpassing, raising the level of aspirations. In his work, „Personality and 
Professional Success”, Luca [1,115], defines professional success as „a form of succes which is reached in time, a 
series of achievements and failures in various confrontations of the individual with his own possibilities and, at 
the same time, with external requirements of performance and value, in competition circumstances, having the 
perspective of the  acknowledgement and reward of his merits. ”In specialised literature, developing the idea of 
generalising success – as a tendency of modern times – a typology of success is proposed, more valid and more 
encountered being that proposed by Luca [1]. It identifies four main categories of success – school success, 
professional success, organizational success and social success, all of these shaping causal chains that triggger 
cascade success: school success – professional – organizational – social.  
2. Concept Delimitations: School Success – School Achievement – School Performances  
School success represents the maximum level of adjustment to school. The student’s level of adaptation to 
school activity shows his capacity and need to know, to assimilate, to interpret external requirements, 
programmed educational influences, beside the wish and ability to shape oneself, to accommodate, to exteriorize 
Kulcsar, [3]. School activity represents an activity adjusted by the instructive-educational objectives. School 
success may be considered as an expression of the accordance between the student’s abilities, interests on one 
side and on the other the school’s exigencies, stated and presented to the student by means of various instructive-
educational methods [3]. This is how the basic mechanism of success is identified: the accordance of an 
individual performance with a group expectations. School success values a performance that is essential for the 
individual’s psycho-social development.  
It is empirically known that an educational direction with a positive start has great chances in obtaining results 
over the average. As early the moment school success occurs, as stronger the influence over self-image, but also 
over further performances in school learning. The surveys performed confirm that the positive or negative 
attitude towards performance appears from the very early stages in school. During this period of time, 
achievement patterns will be identified, becoming motivational factors of the following school actions. Therefore 
it is considered that school becomes to the individual not only a social adjustment tool, but also one of social 
promotion, [1]. It is known that a person is successful in an activity when the action one enterprises is carried on 
well to the end, at a certain level of requirements, the achievement being recognized by a peer group. School 
adjustment presumes the compatibility of the effort, of the difficulty of tasks to be solved with the subject’s 
ability, with the subjective probability to live success, Coaúan, [4]. Nicola, [5] defines school success as 
expressing the degree of adjustment between the level of student’s psycho-physical development and the 
objective strains addressed to him during the educational process. Thus, school success refers both to the external 
requirements/strains, and to the student’s internal possibilities. Sălăvăstru, [6] mentions there are also subjective 
norms in the evaluation of school achievement, translated into the particular way the student or his parents 
perceive and evaluate the school results. Therefore, school achievement becomes a subjective, strictly individual 
notion, because it depends of each one’s level of aspiration.  
The precise delimitation of the borders between success-failure represents a very important problem in 
scientifical research, but also in practise. The analysis of causes leading to failure provides useful information on 
the determining factors of success, but we should not mistake the fact that the determinants of success in a certain 
activity are exactly the positive version of failure factors. The reasons for success Pitariu, [7] cannot always be 
completely deciphered. Paraphrasing Faverge, the autors states that „analysing the professional failure factors we 
arrive at a double discovery: a negative aspect (what the individual couldn’t do), which leads us to what he 
should do; and a positive aspect (what has been done), revealing some disturbing mechanisms which are external 
to the professional task. The investigation of the two aspects will contribute to defining a set of conclusions to 
indicate what has to be done so that the individual should integrate best in his professional field” [7, 31].  
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There is no clear distinction in specialised literature between the concepts of achievement and success. Luca 
[1, 143] proposes the following conceptual specifications that we will also adopt in the present work: 
achievement: reaching the intended purpose, finalizing an action or series of actions, according to the initial 
standards and objectives of the individual or of the group of peers; success: the social validation of achievement 
by a public, according to the values accepted by the given public; lack of success: the situation of not reaching the 
intended purpose; failure: the social validation of the lack of success.  
School achievement refers to the increased efficiency of the learning activity, to the student’s higher 
performances in school learning, which performances are refered to the requirements of the syllabus. School 
achievement is assessed by the extent the knowledge, intellectual and practical skills, the cognitive strategies and 
competences stipulated by the specific syllabuses of the learning subjects have been acquired. We may therefore 
affirm that learning achievement or failure cannot be judged by themselves, without refering to the exigencies of 
school rules. School results represent, according to I. T. Radu [8,183] „a complex reality, defining the different 
effects of the teaching activity”. Approached from the perspective of a hierarchical ordering of objectives, but 
also of the complexity in the level of performance, the students’ school results may be classified into: 
accumulated knowledge: data, facts, concepts, definitions, formulas, theoremes, etc; ability to apply the 
knowledge in achieving some practical actions, theoretical demarches, materialized into skills, mastering work 
methods/techniques; intellectual abilities, expressed in elaborating reasoning, power to reason and interpret, 
thinking independence, ability to make logical operations, creativity; personality traits, attitudes, acquired 
behaviour, [8, 184]. The students’ performances, measured and evaluated by means of various docimological 
instruments, are refered to a certain level of requirements, established according to age, but also to the specific 
exigencies of the educational system.  
A psychological approach of the school achievement determinants was performed by T. Kulcsar, [3]. The 
author mentiones two categories of factors: intellectual factors, analysed as school intelligence, which is 
differentiated from the term of global/general intelligence mostly by the specificity of its contents. From this 
perspective, the author affirms that school intelligence is defined only by referral to school activity and depends 
upon the permanent variations in school tasks and student’s personality; non-intellectual factors: motivation for 
school activity, level of aspirations, student’s involvement in school activity, dimensions of student’s personality 
(asthenic/stenic, emotional stability/instability), familial conflicts and affective disturbances, self - trust and self 
adjustment.  
School achievement represents a result of the child’s transition process from playing to school learning, as 
well as of the training for the learning activity. It is expected that a child who is prepared for school will adjust, 
while a child already adapted expects a better adjustment. Thus, bidirectional relationships appear between the 
child’s training for school and adjustment to school. The evaluation of school results is in multiple conditioning 
and reciprocal influencing reports with the curriculum, teaching staff, instruction processes. It will be founded on 
objectivity and curricular standards and these, on their turn, on results. School results depend on the teaching 
processes and the learning experience, that influence teaching and learning. The necessity for a school results 
evaluation system derives from the variety of formulas that school performances represent, as well as from the 
multiple functions the evaluation act fulfills. Without resorting to an analysis of evaluation as a dimension of the 
teaching process, we will remind the opinions of some authors on the factors school results depend upon. Gange 
in Paisi, [9] asserts that learning deduced from the difference between an individual’s performance before and 
after one carries on a learning situation depend on internal conditions (the abilities the learner possesses) and the 
external ones (that act independently from the learners).    
Irrespective of how they’ve been analysed in different typologies, the factors influencing school results vary. 
As to the research of the influence of educational styles over school results, the typology frame achieved by 
Potolea, in Stoica, [10] is eloquent. We start from the premise that the subject within the training process is in a 
continuous interaction with the teacher and the various conditions of the teaching act. Therefore, three groups of 
factors are proved to influence the students’ results: the first category refers to the school environment where 
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students are integrated and to how they refer to different aspects of school: characteristics of the school unit: type 
of school, size of school, type of teaching staff; characteristics of the teaching strategy: methods, tools, types of 
organizing, types of evaluation etc; the teaching ethos of the educators (rules governing their activity); student’s 
motivation to learning; the training level; previous school affiliation; individual characteristics of the students 
(age). The second category of factors refer to the social environment, assimilated in school and having in view 
the following elements: the teaching material resources of the school; the social-moral climate in the class 
(relations between students, between students and teachers). The third category of factors refers tot o individually 
interiorised social environment. Each individual has a social position, defined according to the environment one 
originates from and the way one relates with the others: student’s social originary environment; student’s familial 
environment (rural/urban); the parents’ interest towards school. The three categories variously influence the 
students’ school performances. Their effects are cummulative, because the forementioned factors act 
complementarily. The degree of factor control is variable. Some are controllable by the teacher (how to elaborate 
a teaching strategy, the educational style), others less or not at all (the student’s origin environment or former 
school). In such circumstances, when school performances are analysed, we claim as determining success the 
control exterted by instructive factors and as a source of failure – uncontrollable factors.  
That is why one of the requirements of improving school performances implies the extension of control over 
as many factors as possible. This aspect demands for inventoring, acknowledging and anticipating these factors. 
3. Direction in the Research of Psycho-Social predictors of School Achievement 
The issue of predictions on further school success during the early phase of development is frequently 
approached in the specialised literature. 
Most part of the research has revealed the role of intellectual factors over school performances Bjorklund, 
[11], stating that the most powerful predictor of school achievement is represented by overall intelligence, 
defined as „adjustment to new problematic situations, presuming problem analysis and understanding, 
inventoring and critically verifying possible solutions, due to reasoning and employing further acquisitions” [3]; 
for instance, a low IQ score at age 5 foresees the repetition of the grade in primary school, Blair,[12]. More than 
that, Walker, Greenwood, Hart&Carta, [13] prove that a high IQ score at age 3 show a developed content of the 
vocabulary and are the most powerful predictors of school acquisition in the third grade (reading, communication 
and mathematics).  
In a recent research performed by La Paro úi Pianta [14] high correlations between the cognitive and academic 
abilities are confirmed not only in the transition from pre-school to elementary school, but also to the secondary 
school. The role of the functions of attention over school achievement is less studied, but the empirical data show 
the ability to control and support attention during classes represents strong enough predictors for the results in 
acquisition tests during pre-school education years. The abilities holding to the sphere of attention are associated 
with school achievement, independently from the intitial cognitive abilities (Duncan, 2007). 
Examining the features of attention, independently from the problems related to an externalized behaviour, it 
is suggested they represent more powerful predictors of success in the acquisition tests than behavioural problems 
Briga et all., in Duncan, [15]. Concerning the social and emotional competences of pre-school children, as 
predictors of further school results, studies are numerous and take into account issues like behavioural 
externalization versus internalization, temperament, coping strategies, attachment relations etc. It is expected that 
inadequate interpersonal relationships of children will affect both the relation to the teacher, and to his peers. A 
high level of externalized behaviour leads to aggressive actions, implicitely to exclusion from the group of peers. 
This has consequences such as the child’s less favourable perceptions on school, which associates most of the 
times with truancy and even school abandon. The specialists of the social-cognitive and ecological approaches 
confirm, by means of the researches performed, that predictions over school adjustment and implicitly over 
achievement may be drawn starting from the child’s social competences. This is explained by the fact that the 
social environment where the child carries on his activity acts as a mediator factor in his training for school. The 
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current researches explain the way the social and emotional competences, as well as the cognitive competences 
develop through the interdependence between cognition and emotion at cerebral level. This agrees with the 
transactional model where the genetic, constitutional, neurobiological, psychological and social factors transact in 
development and behaviour. Therefore, the childhood cognitive and affective processes seem to operate in 
different systems, but the structures of cerebral development indicate that social abilities require the integration 
of executive and cognitive functions, of language and motivity, which also requires a coordination between 
cognition and emotion, the same as cognition facilitates the behavioural adjustment during socialization.  
Emotional competence interacts with the cognitive processing by means of attention and motivation, that 
mobilise on their turn learning and memory. The cognitive processing does not depend only on how memory and 
attention function, but also on the emotional system. The implications of child’s adjustment are numerous: 
children with high levels of negative emotions may have low performances in school activity; the school 
environment that provokes and maintains stress during the debut of classes may affect the fulfillment of 
educational objectives. Researches affirm that a child’s school performance in early school represents a result of 
all his experiences. The adjustment of the child in school depends on his experience of relating to children of 
similar age, on his relation with parents, as well as on the relation he establishes with his schoolteacher. A child’s 
performances in primary school are facilitated by social behaviour such as cooperation, obeying rules, solving 
social problems, relating to others, as well as by emotional abilities. A child that is able to guide his emotions on 
different paths could do better in school activity. 
Conclusions  
To conclude, we cannot explain school achievement and school performance referring  to the cognitive aspect 
only. It is true that the Romanian educational system, promoted at all levels, stresses more on moulding cognitive 
abilities and mostly on the informative side of the matter, but we cannot but highlight the contribution of the 
social and emotional aspects. This idea is supported by recent studies in the field of neurosciences that explain 
the development of social and emotional competences through the inter-conditioning between cognition and 
emotion, on cerebral level.  
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